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Abstract & Keywords
English:
In the last two decades, empirical research has shed light on the interactional dynamics of Dialogue Interpreting (DI).  Nevertheless, i t
remains unclear how the results of such research can be effectively integrated in interpreter education. This paper outlines a semester-
long module, in which research on DI is employed for teaching purposes. During the module, students are introduced to relevant
literature and exposed to different case studies of interpreter-mediated interaction, based on authentic data. The aim is to create an
understanding of the interpreter ’s role and conduct in a variety of communicative situations, and help students identify the challenges
that may arise in interpreter-mediated interaction. Implications for current codes of conduct are also discussed.
Keywords:  interpreter education, empirical analysis,  multimodality
1. Introduction
Interpreting, irrespective of its type, mode or setting is a form of interaction which is multiparty, multicultural and multilingual in
nature. Each interpreter-mediated event (IME) is unique in its dynamics and unfolding, and is shaped by a number of situational
variables that are difficult to control and predict.  This is what makes the interpreters’ task particularly complex. Empirical research on
Dialogue Interpreting (DI) has widely acknowledged the multifaceted and dynamic nature of the interpreters’ role, and interpreting has
been conceptualised as a decision-making process which requires the development of a set of skills,  strategies and techniques, used to
analyse what happens on the spot and opt for the most effective solution on a moment-by-moment basis.  This practice has been
successfully explored since the late 1990s by empirical studies of DI, which have investigated authentic interaction through multiple
analytical lenses. Interpreters are now seen as visible, active participants performing multiple roles in mediated interaction, and there is
a consensus that it  is necessary to draw on in-depth, sequential analysis of interaction in order to evaluate the implications of specific
interpreter moves.
The more nuanced and complex understanding of DI interaction brought about by research has certainly informed the current debate on
interpreter education, but it  is not always clear how this can be incorporated into actual interpreter training. One the one hand, the
integration of such literature in teaching is usually limited to readings on the theory of interpreting which, in our experience, students
tend to perceive as rather ‘difficult’.  On the other hand, practical interpreter training often relies on simulated interpreter-mediated
interaction, with an emphasis only on the linguistic dimension. Cross-fertil ization between teaching, research and practice is therefore
necessary to bridge this gap.
In this paper, we outline a semester-long module that systematically exposes students to authentic DI case studies. In our view, this
activity will  enhance the idea that DI is strongly influenced by the communicative situations in which it  takes place. We also suggest
that such module will  create an understanding of interpreting as a truly interactive process where interpreters can behave in different
ways and where their choices may have different implications. This is essential to develop coping strategies and the ability to make
informed decisions. We envisage this module at postgraduate level,  where topics can be explored more in-depth and students’ critical
and independent thinking can be addressed assuming a certain level of prior knowledge. In section 2 we explore the rationale for
developing this module and explain how it  could complement other modules within the framework of a postgraduate interpreting course.
In section 3 we discuss some key pedagogical concepts that underlie the present proposal and offer a brief review of current li terature
on interpreter education based on authentic data. In section 4 we discuss the broad set-up of the module and some key design
principles, while in section 5 we provide some examples of materials that may be used to develop the module. The conclusion
emphasizes the benefits of designing and incorporating this module in the interpreting curriculum.
2. Why this module
DI courses have gained increasing popularity over the years (Angelelli ,  2017) both at undergraduate and postgraduate level,  and
anecdotal evidence from a number of European interpreting courses suggests that DI teaching is anchored to the linguistic dimension.
At the core of DI pedagogy are methods such as simulations and role-plays (Merlini,  2007; Cirillo & Radicioni,  2017), which  come in
many variants (Wadensjö, 2014; Niemants, 2015; Niemants & Cirillo, 2016) and have the merit  to expose students to experiential
learning by promoting a task-based approach. Nevertheless, even if based on authentic scenarios, classroom simulations cannot
faithfully reproduce all  the variables affecting a real-life mediated encounter.  Post-simulation feedback and discussion often focus on
the linguistic product  of students’ performance rather than on how the process  could be shaped by the different choices available to the
interpreter.  As a result,  simulations alone do not seem to enable students to immerse themselves fully in the complexity of a DI
scenario and appreciate the challenges that derive from contextual variables; and, most importantly, to understand that interpreters
always have a range of options available to handle such challenges, and that their decisions will  have implications on crucial
dimensions such as role, visibility and neutrality.
We contend that,  though role-play practice in the ‘vacuum’ of the classroom can help students fine-tune interpreting techniques,
particularly in the initial stages of training, it  is not necessarily conducive to the development of those critical reflective skills that are
essential in DI, where interpreters are “called upon to make choices, to use personal judgement or to weigh conflicting social,  cultural,
or cognitive constraints against one another” (Kiraly, 2000: 27). A classroom environment where students feel ‘evaluated’ on their
linguistic performance, rather than feeling they are actually bridging a communication gap, may reduce their performance to a mere
linguistic exercise.
Simulations need therefore to be complemented with activities that can help students develop the “ability to select the most suitable
interpreting behaviour” on a moment-by-moment basis and in full  autonomy (Merlini,  2017: 19). Ertl  & Pöllabauer (2010) and Valero-
Garcés (2009) rightly emphasise the importance for interpreting students to experience practice in real-life situations, for instance
through internships. The EU-funded project EVIVA[1]  explored how ICT-based tools and platform can create opportunities for
representative tasks and scenarios that mirror professional contexts as closely as possible. More recently, Merlini (2017) has advocated
a tripartite teaching method that integrates analysis of real-life video recorded interaction with discussion of professional norms and
simulations of real-life scenarios.
Building on the assumption that the development of relevant skills,  knowledge and strategies for interpreting is best achieved through a
variety of learning and teaching methods, we argue that observation and critical analysis of authentic data is an essential part of the
interpreting curriculum. To this end, we discuss how crossing the research-to-training boundaries can help educate well-rounded
professionals (Angelelli ,  2008). The suggested module would allow the creation of a space for discussion of different dimensions and
dynamics of interpreting through the analysis of authentic case studies. It  would provide students with the opportunity to experience
different scenarios, to become aware of the complexity of real-life situations and of the fact that different behaviours and actions may
have different interactional outcomes. The module would also allow students to discuss what interpreters in action do and provide them
with the tools for evaluating their choices. As suggested by Gavioli & Aston (2001: 241):
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[W]hile the participant interacts with the text as an intended recipient, the observer views this interaction from the outside, adopting a
critical analytic perspective. Observer as well as participant roles can allow learning: observation allows strategies of interaction to
be noticed, while participation allows such strategies to be tested.
Through this post-hoc  but active involvement, trainees may acquire indirect experience of challenging situations and be encouraged to
develop a set of coping and adaptive strategies. They may also acquire the ability to make informed decisions when confronted with
complex issues in their professional practice.
3. A brief overview of the literature
In this section, we first provide a brief overview of DI studies that have looked at how authentic data can be integrated in the
classroom, then we review some of the main pedagogical principles underpinning our module proposal.
3.1. DI studies based on authentic data and their integration in the classroom
The complex interplay of the socio-cultural factors that shape and constrain communicative interaction in DI have been explored
through different research lenses. The dominant frameworks employed are Conversation Analysis (Wadensjö, 1998; Davidson, 2002;
Bolden, 2000); Discourse Analysis (Roy, 2000; Wadensjö, 2001; Hale, 2004; Pöchhacker & Shlesinger, 2007); Critical Discourse
Analysis (Barsky, 1994; Pöllabauer, 2005; Inghilleri ,  2005; Monacelli ,  2016), and Relevance Theory (Mason, 2006; Blakemore & Gallai,
2016). More recently, proponents of multimodal approaches have argued for a more systematic analysis of the integration of embodied
features and verbal behaviour (Mason, 2012; Krystallidou, 2012; 2014; Davitti  & Pasquandrea, 2017; Licoppe & Veyrier 2017; Davitti ,
2018, in press; see section 5.4).  A common denominator of the “discourse-based interactionist paradigm” (Pöchhacker, 2004: 79) is the
use of authentic data as a starting point for the analysis.  One of its main merits is to have shifted the focus from an aprioristic,
prescriptive, top-down approach to a bottom-up, inductive, descriptive look at what interpreters actually do.
Nevertheless, such information is not always internalised by students,  which may result in serious misconceptualisations and
misunderstandings. Furthermore, the urge to find clear-cut answers and easy-to-digest guidelines often leads students to underestimate
the value of a descriptive approach. Lastly, students are often put off by the intricacies of studies based on extracts from authentic
interaction readings, and this might demotivate them to the point of losing focus. As a result,  the sense of excitement and enthusiasm
that should guide learning may be lost.  Some studies, grounded in Conversation Analysis (CA – Schegloff,  2007; Sidnell & Stivers,
2012), have developed methods for integrating authentic data in the interpreting classroom, thus promoting “a new learning experience”
that can “raise trainees’ awareness of the conversational mechanisms shaping (mediated) interaction and can provide them with new
evidence-based hands-on activities to practice “being an interpreter”” (Cirillo & Niemants, 2017: 4).  The ‘Conversation Analytic Role-
play Method’ (CARM[2]) and guided data session will  be suggested as complementary ways of addressing the analysis of authentic data
with trainees.  Both approaches are grounded in CA: CARM was developed by Stokoe (2011; 2014) as an application of CA to
workplace communication aiming to identify potentially problematic situations and work out some possible solutions. Guided data
sessions were suggested by Davitti  & Pasquandrea (2014) as a way to apply CA-inspired data sessions[3]  to the interpreting classroom.
As explained by the authors:
trainers establish the aims of the analysis via pre-selection of short extracts focusing on one relevant phenomenon (or a restricted set)
at a time. The pre-selection of a specific analytical focus deviates from the ‘unmotivated look’ required by orthodox CA; however, it
is a necessary adjustment to allow these ‘guided data sessions’ to remain focused on a specific problem, and to avoid the risk of
dispersion (Davitti & Pasquandrea, 2014: 379).
In section 4.3 the issue of data selection will  be further problematised, with a view to providing some general guidance to trainers. In
the next section, we illustrate how data observation and discussion can be reconceptualised as an activity promoting active engagement
and yielding tangible benefits for our students.
3.2. Pedagogical principles framing our module proposal
In line with (social) constructivist  principles of learning, which emphasise the importance of social participation (Wenger et al. ,  2002),
social interaction (Vygotsky, 1978) and of the collaborative construction of knowledge (Cornelius-White, 2007), dialogue and discussion
among students lie at the core of the design of this module. Learning is conceived as a process- (rather than product-) oriented
experience that should be facilitated through structured reflection, active reasoning and through “ample opportunities for repetition and
gradual refinement of [students’] performance” (Ericsson 2008: 991). This is in line with a learner-centred  approach to teaching, where
students are prompted to engage in a process of active discovery, where they autonomously elaborate their own understanding of
interpreter-mediated interaction, both through individual and collective work.
Practice is key to the acquisition of the knowledge, skills and strategies which are needed to perform successfully in a DI situation.
According to Ericsson (2004: 74), practice should be embedded in a representative context and “designed to improve specific aspects of
performance in a manner that assures attained changes can be successfully integrated into representative performance”. Learning should
be situated (Lave and Wenger, 1991), i .e.  i t  should take place in authentic professional contexts and ‘communities of practice’ in which
students may gradually become more active and engaged until  they eventually assume an expert role, while continued engagement in
such environment promotes expert performance (Ericsson 2000/2001).
As pointed out in section 2, role-plays have been used as a training method to simulate real l ife situations in both monolingual and
bilingual interactively demanding environments (e.g. Stokoe, 2011; Metzger, 1999). In order to compensate for some of the
shortcomings of this activity in recreating the variables and dimensions that contribute to the complexity of real-life scenarios,
observation and analysis of authentic DI data is suggested as a valid complementary activity. While observation can be conceived as “a
fairly passive exercise compared to role-play” (Braun & Slater,  2014: 472), we propose that it  should be a complementary  activity not
meant to replace, but to support other types of practice. According to the principles of discovery  or experiential  learning (Bruner, 1961;
Kolb, 1984), students are not provided with answers to specific problems, rather with materials and tasks for which they themselves
have to find the answers through collaboration with tutors and peers.
More specifically, we propose a case-based guided  learning approach: differently from pure discovery learning, participants are not left
alone in their journey, but are equipped with foundational knowledge and provided with structured guidance through scaffolding
techniques and monitoring throughout the module. For instance, they can acquire knowledge of how to read and make sense of complex
transcripts,  how to identify, understand and decompose potential problems and find solutions. The idea is to create an exploratory
learning environment where students are assisted while working through different solutions; are reassured about the importance of
sharing one’s view, even when in contrast with others’ views; are advancing their knowledge and skills through constant dialogue and
observation.
The methods used to analyse the data are mostly based on the guided data session and CARM briefly illustrated in section 3.1 and can
be implemented longitudinally over a certain period of time (in our case, one academic semester).  The basic idea is that this form of
learning should not be introduced on a one-off basis,  but functions best when students have the opportunity to gradually adjust to and
develop familiarity with it .  It  is our view that only phased scaffolding and repetition of the same activity with different,  progressively
more complex material has a positive effect on the retention of information (Ray, 1961), acquisition of life-long learning skills (Dorier
& Garcia, 2013) as well as creative and problem solving skills.  Furthermore, an active approach to the task should promote engagement
and motivation (Carroll & Beman, 2015) as well as help students develop a sense of independence and autonomy.
After presenting the broad pedagogical principles underlying our teaching unit,  in section 4 we illustrate some design principles
underpinning the development of a (tentative) module schedule.
4. General outline of the module
The overall  structure of the module relies on principles of sequentiality and progressivity. As a first  step, students are introduced to the
most common theoretical frameworks applied to the empirical study of the complex nature of DI encounters.  Secondly, codes of conduct
for DI are compared and discussed, and finally most of the sessions are devosted to data-driven analyses.
4.1. Exploring existing theoretical frameworks
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The first step of this module is to introduce students to some conceptual tools,  which are well-established in the analysis of interpreter-
mediated interaction. For instance, the following points are considered:
DI as a situated event,  in which the development of the interaction strictly depends on the context in which it  occurs and its
specificities;
the sequential character of interaction;
the co-construction of social action;
the constantly shifting nature of social and interactional roles;
participation as a locally negotiated construct
The main goal of this module is not to delve into abstract concepts or theoretical models,  but to introduce students to a more nuanced
understanding of what interpreters actually  do during their daily professional practice. As a consequence, each notion should be
conceived as a stepping stone to the analysis of authentic data. The abstract concepts identified above should be exemplified through
extracts from both dyadic and multiparty (monolingual) interaction. By doing so, students start familiarising with transcripts and can
identify specific phenomena of interest.  Extracts can be analysed through an inductive approach, i .e.  by having students read them a
few times and verbalising, in their own words, what is happening, with trainers guiding the discussion. Throughout the analysis,
trainers should also start raising the main problems and criticalities an interpreter might be confronted with, in order to trigger
students’ active reasoning and awareness.
4.2. Problematizing codes of conduct through data analysis
As a second step, one session can be devoted to the analysis and comparison of different codes of conduct developed for DI in
different settings. This activity lays the foundations for understanding the mismatch between prescriptive guidelines and the wide range
of challenges characterising real-life interaction, which cannot always be satisfactorily dealt with by simply applying such codes to the
letter.  As pointed out by Niemants & Stokoe with reference to CA research (2017: 298), “sometimes ‘best practice’ [. . .]  contradicts
existing guidance for practitioners. The implication is that when people turn guidance into talk, i t  might not work, and that overriding
objectives may create unpredictable contingencies of interaction (i .e.  professional dilemmas or choice points) which call  for situated
responses”.
This activity therefore aims to engage students with the idea that flexibility is one of the key traits of interpreter ’s behaviour. This
idea can then be solidified through authentic data analysis from descriptive literature which, as pointed out by Niemants & Stokoe
( ibidem),  “can help us review traditional distinctions between ‘good’ and ‘bad’, highlighting ways in which apparently ‘imperfect’
practices (such as breaches of tenets of faithfulness and neutrality) can have effects on the coordination of the interaction”. Students, in
groups, can be provided with copies of codes of conduct and asked to familiarise with the documents and compare the points they
share, the areas in which they differ and the possible reasons for the difference. As this module is thought for postgraduate level
students,  a minimum level of awareness of the DI industry is expected.
4.3. Selecting and analysing extracts from authentic, real-life interaction
In line with the scaffolding and progressivity principles, trainers are required to pre-select extracts of naturally-occurring data. As
pointed out by Davitti  & Pasquandrea (2014), pre-selection of specific extracts is needed for analysis and observation to remain
focused. Furthermore, this approach may also help students to gradually familiarize with the analytical tools that will  be later
employed, and will  prevent them from being exposed to an excessive degree of complexity. Trainers first  of all  need to compile a
repository of extracts whose sequences should be carefully contextualised, and in which the phenomenon (or phenomena) of interest
should be clearly identifiable and observable; once isolated, they can then be linked to more theoretical constructs.  A useful taxonomy
has been recently developed within the EU-funded SHIFT[4]  project,  which aims, among other things, to develop a framework for the
analysis of orality in interpreter-mediated communication by identifying instances of both good and problematic phenomena, and the
strategies implemented to deal with them. Although these categories have been developed to analyse remote interpreter-mediated
communication, they can be useful in the planning stage to collect extracts that i l lustrate a variety of practices in any DI scenario.
Categories are presented in a sequential,  rather than hierarchical,  order that follows the unfolding of the communicative event.
Managing openings  (e.g. greetings, introductions)
Managing spatial organisation  (e.g. seating arrangement; positioning in relation to each other and to the technology, if  present)
Managing turns  (e.g. chunking multi-unit turns, dealing with latching and overlapping talk; handling of dyadic sequences)
Managing reference to primary participants  (e.g. use of first  or third person pronouns, direct or indirect reported speech, verbal
and embodied resources for speaker identification)
Managing prosodic resources and intonation  (e.g. over-emphasis,  intonation contours, speech rate, hesitations, gaps)
Managing embodied resources  (e.g. eye contact;  gaze/head/body orientation; gesture; body posture; distance)
Managing comprehension problems  (identification of the nature of the problem and of the possible causes(s))
Signalling interpreting problems  (can cover a broad range of challenges, e.g. signalling an interpreting problem when
participants do not notice it)
Managing primary participants’ problems and relevant behaviours  (may involve, for instance, managing impoliteness,
disagreement, concerns)
Handling objects and artefacts  (e.g. objects which are referred to and how interpreters and main participants deal with them)
Managing cognitive resources  (e.g. monitoring or lack of monitoring, lapses, hesitations, inaccuracies)
Managing closings  (e.g. recognising the final stages of interaction and how this is brought to a close)
This taxonomy can be a powerful to ol to categorise phenomena of interest from extracts found in the literature or collected by the
trainers, in order to identify paradigmatic examples to be used in class.
The next step is to collect and group together extracts in a way that is progressively more complex and that raises students’ awareness
of different aspects of interpreter-mediated interaction. First of all ,  i t  should be established whether the analysis focuses on the same
(or similar) phenomenon across a range of extracts in different settings and/or in different sequential environments (narrow focus),  or
on more complex chunks presenting two or more phenomena together (broad focus) (see Davitti  & Pasquandrea, 2014). In the case of a
narrow focus, the selected extracts can be presented together (bundle  approach) to show how the same phenomenon has been dealt with.
A broad focus applies to longer chunks, presenting more than one phenomenon of interest within the same sequence (cluster approach).
Relevant points emerging from the analysis should always be contrasted with codes of conduct,  with a view to showing points of
contact and discrepancies and triggering critical thinking. It  is also important to remind students that the extracts selected are not
necessarily examples of good practice to imitate, since an evaluation of the performance can only be done after  the analysis.  In section
5 we suggest and exemplify some methods for addressing the actual analysis in class. A final point is the importance of integrating
regular ‘checkpoints’ throughout the module to monitor students’ response. For instance, the last ten minutes of each session could be
devoted to a discussion based on guiding questions such as:
What are the main learning points of today’s class?
What have you realised in relation to interpreter-mediated interaction?
Do you think what you have learnt today could help inform interpreter ’s daily practice? If so, how?
Has your perception of codes of conduct changed? If so, how?
Do you deem this kind of analysis useful/interesting/fruitful?
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These are broad questions, which can be changed and adapted to suit  different needs. The assessment of this type of activity is not
addressed here, since it  would go beyond the scope of this paper. However, expected learning outcomes can be summarised as follows:
identify and analyse a range of factors which may affect the dynamics of interpreter-mediated interaction;
apply micro- and macro-analytical frameworks;
critically assess interpreting performance;
critically reflect upon the various roles, tasks and responsibilit ies that may be required of interpreters;
develop and apply reflective techniques to interpreting practice;
demonstrate a comprehensive understanding of the interpreting process;
effectively prepare for an assignment in these contexts,  anticipate criticalities,  educate clients.
The ‘data analysis’ phase of the module is undoubtedly the most delicate and challenging stage, in which trainees have the chance to
put in practice what they have learnt and are required to engage with naturally-occurring data. Yet,  a data session requires participants
to have an already developed competence in the field of CA for its analytical tools to be applied rigorously. Therefore, methods such
as CARM and 'guided data sessions'  are proposed for the analysis (see section 3.3).
5. Examples of data analysis: deconstructing “participation”
In this section, we will  provide some examples of materials that can be used for a session centred around the concept of participation .
On the one hand, this is a highly debated concept in DI, particularly in relation to the degree of participation of the interpreter in the
communicative events,  which links to other key notions such as visibility and neutrality. It  is therefore a concept worth exploring as it
often clashes with what is advocated by various codes of conduct.  On the other hand, participation is a deceptively simple concept,
prone to (over)simplification. Therefore, for students to fully grasp the interactional dimension of DI, this concept needs to be carefully
analysed and deconstructed.
5.1. Introducing participation: exploring the literature
The concept of participation can be introduced in the first  part of the module by looking at Goffman’s (1981) classic treatment of
footing  and participation frameworks ,  in order to show that “participating in a conversation” may be something more complex and far
less obvious than commonly assumed. Goffman’s concepts,  first  applied to the study of DI by Wadensjö (1998), are taken up by 
Baraldi & Gavioli’s volume (2012), which is entirely dedicated to problematizing and reassessing the notion of participation in
interpreter-mediated interaction (see, for instance, Pöchhacker 2012). To integrate and explain such readings, brief excerpts of authentic
data that exemplify shifts in participation frameworks can be shown in the classroom.
5.2. Participation in codes of conduct
Having introduced students to a more subtle and nuanced notion of participation ,  the second step in the module is to explore how
interpreters’ participation is treated in existing codes of conduct.  Active participation - e.g. in the form of expanding and paraphrasing,
or autonomously initiating new sequences - is often stigmatised as inappropriate and unprofessional.  Different codes can be used to
highlight similarities and differences about what is expected of  interpreters (fig. 1).
Fig. 1.  Codes of conduct
The point of the activity is to show that the dynamics of real-life interaction do not necessarily coincide with polar opposition between
“good” or “bad” practices.
The literature on DI has largely problematised common assumptions in relation to the degree of participation of an interpreter in a
mediated event.  For instance, Tebble (2012) examines the Australian Institute of Interpreters and Translators (AUSIT) Code of Ethics,
showing how some types of interpreter “interference” (e.g. side sequences designed to seek and obtain clarifications) are encouraged as
a means for improving the efficacy of communication. This code of conduct is interesting in that it  incorporates elements of
interpreters’ actual workplace practices, and can therefore constitute a contrast with more prescriptive codes. Secondly, Pöchhacker
(2012) analyses data from two different institutional settings, involving both a non-professional and a professional interpreter.  Analysis
reveals that interpreters’ active involvement in the ongoing interaction occurs in both cases:
stereotypical assumptions regarding the involvement, or lack thereof, shown by untrained vs professional interpreters are not
supported by empirical evidence. [...] Active involvement and discourse contributions [...] are found to serve the purpose of the
interaction at the event level, notwithstanding the risk of content-related distortions arising from the interpreter ’s initiatives. Thus,
the interpreter ’s participation status at the event level and the utterance level reflects a relationship that is anything but
straightforward. (Pöchhacker, 2012: 67)
To conclude the discussion on participation, students can be shown data excerpts from Baraldi & Gavioli (2014), who question the
concept of “close rendition” claiming that
the concept of closeness is a multifaceted one, as it is strictly related to the type of communication that is achieved through
translation. Close rendering in conversation, for example, may involve different types of practices as compared to close rendering in
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academic or political speeches”. (ibidem: 337)
An example of such actions can be seen in fig. 2, where the concept of close rendition ,  which is advocated by codes of conduct,  is
challenged when the mediator (M) not only translates the doctor ’s (D) question in line 14, but also prompts the patient to provide
useful information, which was not explicitly asked for by the practitioner.
Fig.2: Close rendering
A close look at the extract reveals that the interpreter seemingly contravenes his/her duties by reacting to the patient’s answer and
seeking further information, that is deemed relevant to the interaction. Students can be asked to comment on this behaviour, and their
responses can then be checked against the authors’ analysis,  where they contend that interpreters promote “reflexive actions”, i .e.
“actions in talk which promote communication about the communication process” ( ibidem :  338). By so doing, interpreters go beyond the
function of mere “conduits” of other parties’ talk, and assume the role of coordinators, shifting their role to that of active participants
in the interaction:
Closeness is achieved through coordination of the interaction complexity, rather than through repetition, in the other language, of
single utterances. Accurate reflexive coordination creates opportunities for both patients’ clarifications of their problems and
providers’ knowledge of patients’ problems and is thus a resource for achieving specific interactional meanings and goals. (ibidem:
349)
Sequences such as that in fig. 2 can be discussed in order to highlight,  firstly, that interpreters’ actual practice often do not coincide
with what codes of conduct prescribe and, secondly, that such discrepancies do not necessarily lead to “bad practices”. As a result,
students can also start familiarising with simple examples of data analysis,  before they move on to more complex ones, as exemplified
in the next sections.
5.3. Data analysis 1: dyadic sequences
In the third phase of the module, students are introduced to autonomous data analysis.  The examples proposed here address a
phenomenon falling within the ‘Managing turn’ category, namely the handling of dyadic sequences, i .e.  instances where the interpreter
breaks the triadic participation format and initiates sequences with only one of the parties.  This phenomenon, already seen in the
extract in section 5.2, is embedded within a more complex sequence.
The first example comes from Davitti  & Pasquandrea (2013), who analyse interpreter-mediated communication video-recorded in two
different institutional settings, i .e.  pedagogical and medical.  Fig. 3 shows the opening of a dyadic sequence by the interpreter in order
to coordinate the interaction and ensure effective, smooth communication. After the teacher ’s (ACM2) assessment of the student’s
progress (lines 5-8), the interpreter rendition (lines 9-20) is characterised by the addition of a series of evaluative remarks.
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Fig.3: Interpreter's expansion 1
In line with the bundle approach defined in 4.3, this sequence can then be compared and contrasted with one taken from the same
corpus (see fig. 4),  in which the interpreter once again expands on the teachers’ turn. The first part of the sequence is shown below in
Figure 4.
Fig. 4: Interpreter's expansion 2
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In the two sequences, the expansion produced by the interpreter leads to two radically different outcomes: in the first  case (fig. 3),  the
expansion tends to “downgrade the seriousness of [the mother ’s] concerns, thus implicitly discarding her viewpoint and reinforcing [the
teachers’] position” ( ibidem :  13). In the second case (fig. 4),  the interpreter-initiated expansion provides “[the mother] with the
opportunity to express herself” ( ibidem :  18), e.g. by giving her the opportunity to raise a concern regarding her ability to speak Italian
properly (line 7).  This is a clear exemplification of how data selection based on a narrow focus can be implemented, showing different
interactional trajectories stemming from seemingly similar phenomena.
The two sequences can be presented to the students through a guided data session, in which they are encouraged to notice how the
different outcomes depend on contextual and interactional factors. The aim is to show how active participation of the interpreters,  in
the form of adding, expanding, evaluating, is not necessarily tantamount to lack of professionalism; instead, their action should be
evaluated on the basis of their consequence on the development of the interaction. To this end, the students can be encouraged to
analyze the development of the interaction step-by-step, in order to recognize the interpreters’ actions, and to evaluate their
consequences on the ongoing interaction.
In another example (fig. 5, from Davitti  & Pasquandrea, 2014), the transcript shows part of a sequence in which a doctor is discussing
a concern brought about by the patient,  a Chinese pregnant woman who reported to have a fibroma.
Fig.5: Dyadic sequence 1
The sequence in fig. 5 seems complete, in that the interpreter simply translates the doctor ’s turn (lines 4-8), just adding some
clarifications for the patient.  However, the sequence progresses with the patient repeatedly reopening it ,  thus starting a series of dyadic
sequences with the interpreter.  The first of these sequences is shown in fig. 6.
Fig.6: Dyadic sequence 2
Eventually, as the interaction progresses, the interpreter is able to detect a further concern, which the patient does not state explicitly
(namely that,  not being able to speak Italian properly, she is worried about consulting a practitioner in a hospital where no interpreter
is available).  The authors demonstrate that the sequential structure of the interaction, particularly the way dyadic sequences are closed
and reopened, is crucial to identifying and solving the patient’s concern. Again, disrupting the triadic format may, under certain
circumstances, facilitate communication and mutual understanding.
The nature of the sequence discussed in fig. 5 and fig. 6 is particularly apt for scrutiny through Stokoe’s CARM method. The sequence
can be shown chunk by chunk, allowing the student to make their own suggestions about how it  can be managed and what could follow.
The comparative analysis between two (collaborative) settings is another aspect to be taken into account in the design of this part;  a
next step could be to contrast such sequences with similar ones collected in a more adversarial setting ,  for instance in a legal setting.
5.4. Data analysis 2: embodied resources
At a more advanced stage in the module, the study of multimodal behaviour can be introduced. Multimodal analysis is a recent
development in the field of DI studies, which has shown how the investigation of social interaction needs to include not only verbal
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language, but also “concurrently relevant semiotic fields” (Goodwin, 2000: 1499) such as gaze, gesture, posture, proxemics, body and
space orientation, and object manipulation (Müller et al. ,  2013).
Exposing students to data in which managing embodied resources proves crucial for the accomplishment of an interpreter ’s tasks is
important to raise trainees’ awareness of the complex and multi-faceted nature of real-life interaction. A preliminary reading for this
phase of the module may be Goodwin & Goodwin (2004), which examines the notion of participation in its multimodal implications.
Davitti  & Pasquandrea (2017) discuss how participation in interpreter-mediated interaction is negotiated via embodied semiotic
resources ,  examining two long sequences (over five minutes each), taken from two parent-teacher meetings involving the same actions,
i .e.  reading and signing the teachers’ report.  Yet,  the two sequences follow different trajectories: in the first  case, the participation
format is split  between the two teachers, on one side, and the interpreter and the mother, on the other side; in the second case, the
interpreter manages to maintain a triadic format throughout. The analysis shows how the different development of the two sequences
depends on an interplay of speech, gaze, body positioning and object manipulation.
Given the length of the sequences and the complexity of multimodal factors at stake, shorter excerpts of data need to be selected. From
a pedagogical perspective, trainers could adopt a staggered approach, focusing on one multimodal resource at a time: for instance,
attention can be firstly drawn to gesture, then gaze movement and body positioning, and so on, in order to show how such modalities
cooperate to build up the interaction. For example, the analysis can focus on the pointing gesture which opens both sequences, as
shown in fig. 7 and fig. 8.
Fig. 7: Pointing gesture 1
Fig. 8: Pointing gesture 2
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In both cases, one of the teachers points at the report,  which is already on the table, thus making it  relevant for the ongoing
interaction. Starting from here, the two sequences can be shown in parallel,  in order to examine when, how and why the participation
frameworks vary. In this case, the CARM approach would prove useful,  since it  allows to follow the moment-by-moment development
of the interaction in its minute details.
6. Final thoughts
As stated by Angelelli  (2017: 32):
Education refers to a form of passing on knowledge, skills, values and beliefs from one generation to another. It implies learning,
acquisition and teaching. It requires sustained engagement in order to develop the knowledge, skills, values and beliefs. It refers to
the ability to critically think about, put into practice and evaluate such knowledge, skills, values and beliefs.
In the case of the module presented in this article, the main goal is not only to provide students with a theoretical understanding of
and metalanguage to describe abstract notions, but to stimulate their ability to operationalise such notions and skills and apply them to
real-life practice in order to reinforce their ability to cope with problematic situations. We believe that the suggested activities,  if  well
planned and repeated regularly over a certain amount of weeks, can equip students with self-reflective and critical skills,  which will  be
essential during their professional practice. Differently from more traditional theoretical modules, trainees are given the opportunity to
directly apply the notions acquired and assess their implications. Moreover, by comparing authentic data with the existing literature,
students can also develop the ability to read a research article and critically reflect on it .
We have outlined some general principles and practical examples, which can be further developed and adjusted by individual trainers,
based on their experience, teaching aims and preferences. In particular,  sessions can be adjusted to different language pairs,  and this
methodology can also be applied to different interpreting modes, for instance technology-mediated interpreting (e.g. video-remote
interpreting).
A final,  yet crucial,  point is that the suggested approach needs to be applied longitudinally to achieve full  efficacy. These activities
should be integrated systematically into the interpreting curriculum, rather than proposed sporadically into a single, isolated course.
Ideally, different module sessions could be linked and synchronised with language-specific classes and theoretical lectures, where
similar concepts are explored and developed. Through its concurrent research-led and hands-on nature, this module can serve as a trait
d’union  between theory and practice of DI by providing students with a systematic framework for identifying the challenges that may
arise in interpreter-mediated interaction and helping them reflect critically upon the dynamics and attitudes displayed by interpreters ‘in
action’.
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Notes
[1]  eVIVA – Evaluating the Education of Interpreters and their Clients through Virtual Activities.  See http://virtual-
interpreting.net/eviva
[2]  CARM (Stokoe, 2011; 2014) is a method that employs databases of video and audio recordings of authentic data, with aim to
provide “an evidence base for making decisions about effective practice and communication policy”
(http://www.lboro.ac.uk/enterprise/carm/use-carm).  For a detailed discussion of the application of CARM to interpreter-mediated data,
see Niemants & Stokoe (2017).
[3]  The practice of data session, i .e.  an informal gathering of researchers in which excerpts of data are examined and participants are
invited to bring in anything they find noteworthy, has a well-established tradition in Conversation Analysis.
[4]  SHIFT in Orality – Shaping the Interpreters of the Future and of Today (https://www.shiftinorality.eu/en).
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